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Abstract
This study examined the relative effectiveness of
traditional consultation, with and without performance
feedback, on treatment integrity.

Six teachers employed in

a residential treatment community were responsible for
treatment implementation.

Treatment integrity was defined

as the percentage of 2 min intervals during which
contingent teacher attention for student on-task behavior
was directly observed.

Teacher and child behavior were

monitored across baseline, traditional consultation, and
consultation with performance feedback conditions in a
multiple baseline design.

In only one of six cases did

mean levels of contingent teacher attention, following a
Problem Identification Interview and Problem Analysis
Interview (Bergan, 1977), exceed 35%.

For the remaining

cases, the addition of a performance feedback package
increased levels of treatment integrity, with mean levels
ranging from 42% to 77%.

In two of the six cases,

increases in treatment integrity were associated with
increases in student on-task behavior.

vii
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Introduction
School-based behavioral consultation typically
involves a consultant and consultee discussing a child's
inappropriate behavior.

Initially, this discussion may be

rewarding for the consultee, who is usually a parent or
teacher (Baer, 1977; Witt, 1990).

Behavioral consultation,

however, inevitably leads to a discussion about the
"inappropriate" behavior of the consultee, and the child's
problem behavior is often attributed to a high probability
response (e.g., attention) of the consultee.

The

consultant's "solution" is often that the consultee exhibit
a low probability response (e.g., ignoring, time-out)
instead.

Behavioral consultation, therefore, requires the

consultee to replace "old" responses with "new" responses.
These new responses may require greater effort than either
avoiding the consultant or ignoring the recommendations.
Hence,

it is surprising that the issue of treatment

compliance in behavioral consultation has received so
little empirical analysis (Martens, Witt, Vollmer & Daly,
in press).
The present study used an applied behavior analysis
approach (Baer, Wolf & Risley, 1968) to evaluate six
1
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school-based consultation cases.

Consultation was

conducted in a residential treatment school setting where
the teacher and consultant met three times.

During the

initial meeting, the consultant and teacher operationally
defined a referred child's classroom behaviors.

During the

next meeting, the consultant recommended that the teacher
increase positive consequences for the child's on-task
behavior.

Within a third meeting, the same treatment

recommendations were reviewed but the consultant indicated
that feedback would be provided regarding the teacher and
child's behavior following subsequent observations.

Each

of these meetings were followed by classroom sessions
during which teacher and child responses were directly
observed.

The relationship between consultant, teacher and

child behaviors was assessed across three experimental
conditions:

baseline, consultation alone, and consultation

with performance feedback.

The following introduction to

the study includes a review of the proposed consultation
model and an analysis of the literature concerning
treatment compliance in academic settings.
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Definition of Behavioral Consultation
Although there are several models of consultation,
behavioral consultation is one of the most frequentlyutilized models in schools and is also the model with the
most empirical support.

Elliott and Busse (1993) define

behavioral consultation as a "collaborative, systematic
problem-solving activity by which a consultant delivers a
service to a child indirectly through a consultee"
179).

(p.

Although "collaborative" has been poorly defined in

the literature,

"problem-solving activities" were

originally defined by Bergan (1977) as the Problem
Identification Interview (PII), Problem Analysis Interview
(PAI) and a Problem Evaluation Interview (PEI).
According to Martens (1993) the first interview, which
is the PII, involves:

(a) defining the target behavior (b)

estimating its frequency,

(c) setting intervention goals

(d) tentatively identifying maintaining variables

(e.g.,

consequences), and (e) establishing data collection
procedures.
and goals,

The PAI includes (a) reviewing baseline data
(b) analyzing antecedents, sequences, and

consequences, and (c) designing an intervention plan.
During this meeting, the consultant recommends a treatment
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and obtains a verbal commitment to implement the plan from
the consultee.

After a treatment has been implemented, a

PEI is conducted in order to (a) determine whether
intervention goals have been met and (b) discuss
continuation, modification, or termination of the
intervention plan.
Although it has been criticized on methodological
grounds (e.g., Gresham & Kendell, 1987), there is a
consensus that school-based consultation is generally
effective (Gutkin & Curtis, 1990; Martens, 1993) .

For

example, studies have suggested that behavioral
consultation can enhance teachers' perceptions of their
professional skills (Gutkin, 1980), reduce special
education referral rates (Ritter, 1978), and improve
student achievement (Jackson, Cleveland & Merenda, 1975).
In a component analysis of the various stages of behavioral
consultation,

Fuchs and Fuchs (1989) found that cases

including more consultation stages (PII, PAI, PEI) produced
significant reductions in teachers' ratings of problem
behaviors.
The objectives of behavioral consultation are
typically accomplished through face-to-face verbal
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interactions between the consultant and teacher, although
some investigators are increasingly advocating more direct
participation on the part of the consultant (Gresham,
1989) .

One of the critical choices during the consultation

process is the selection of a treatment plan.
Effective Treatments for the Classroom
Numerous studies have documented the effectiveness of
behavioral treatments in educational settings (Elliott &
Busse, 1993; Stoner, Shinn & Walker, 1991).

Investigators

have employed a range of strategies such as differential
reinforcement (Dietz & Repp, 1973;

Kelly & Bushell, 1987),

response cost procedures (Hoza, Pelham, Sams, & Carlson,
1992;

Rapport, Murphy, & Bailey, 1982), and contingency

contracting (Fuchs & Fuchs, 1989).

Typically, the purpose

of these studies has been to demonstrate that the
occurrence of some teacher-mediated variable is associated
with increases or decreases in targeted child behaviors.
An important focus in the applied behavior analysis
literature has been the effects of teacher attention (Paine
et a l ., 1983) .

For example, many investigators have

demonstrated that teacher attention may be used to increase
appropriate classroom behavior (Broden et al., 1970; Hall,
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Panyan, Rabon, & Broden, 1968;

Herbert & Baer, 1972;

Pinkston, Reese, LeBlanc, & Baer, 1973; Workman, Kindall &
Williams, 1980).
use of

In a review of research pertaining to the

teacher attention, Paine et a l . (1983) found that

the use of positive teacher attention is effective across
student ages, behaviors and settings.

It has been shown to

affect both on-task, academic performance measures, and
social interactions.
Research on differential attention typically has
involved increasing teacher attention following a target
student's appropriate behavior while decreasing attention
(i.e., ignoring) for inappropriate behavior.

Procedural

variations also include differential attention for low
rates of behavior (DRL) and differential attention for the
nonoccurrence of the target response for a specified time
interval (DRO; Lentz, 1988; Vollmer & Iwata, 1987).
Differential attention has many practical advantages as an
initial strategy for increasing desirable classroom
behavior (Hebert, Pinkston & Hayden, 1973).

First, there

is evidence that contingent teacher attention may
inadvertently increase inappropriate behavior for some
children (Broussard & Northup, 1995; Hall et a l ., 1968;
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Lewis and Sugai, 1996; Northup et al., 1995; Thomas et a l .,
1968) . Second, few teachers would need to be taught a new
response, since positive attention and secondary
reinforcers are common classroom management procedures
(Paine et al., 1983; White, 1975).

Third, the procedure

can be used across classroom settings and teachers without
disrupting on-going activities.

Fourth, previous studies

have indicated that teachers generally rate positive
approaches as more acceptable than reductive procedures
(Elliott, Witt, Galvin & Peterson, 1984; Reimers, Wacker &
Koeppl, 1987) .

Finally, differential attention can easily

be combined with secondary reinforcers (e.g., token
economy) to increase effectiveness (Breyer & Allen, 1975;
Ferritor, Buckholdt, Hamblin, & Smith, 1972; Iwata &
Bailey, 1974; Kaufman & O'Leary, 1972) .
Differential reinforcement has proven to be one of
many useful strategies for increasing appropriate classroom
behavior.

Indeed, there exists a wide range of effective

treatments available to consultants working in educational
settings (Elliott & Busse, 1993).

Given the importance of

selecting the "correct" treatment, it is not surprising
that a majority of school-based behavioral consultation
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studies have focused on the social validity of the
treatment: whether it is appropriate for the problem
behavior, as well as its acceptability (Witt, Elliott, &
Martens, 1984;

Witt & Martens, 1983).

The Importance of Assessing Treatment Integrity
It is important to note that treatment acceptability
or even treatment strength (Yeaton & Sechrest, 1981) may
not be a sufficient condition for child behavior change.
The immediate purpose of a treatment recommendation is
usually to alter consultee behavior.

Neither treatment

strength nor social validity can properly be assessed if
the recommended treatment is not implemented.

The school-

based consultant confronting data suggesting that a
classroom intervention did not "work," would be premature
in recommending a "better" treatment without assessing the
degree to which the original treatment plan was
implemented.

If a treatment strategy is unsuccessful,

perhaps the initial question should not be "What is wrong
with the intervention?" but "Was the intervention
implemented?"

The latter question refers to treatment

compliance or treatment integrity, and has been defined as
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"the degree to which a treatment is implemented as
intended"

(Yeaton & Sechrest, 1981).

Recent empirical investigations have highlighted the
importance of measuring integrity in school-based
consultation.

Greenwood, Terry, Arreaga-Mayer, and Finney

(1992) examined the relationship between the degree of
implementation of a classwide peer tutoring program and
student outcome.

Methods for measuring treatment fidelity

included a procedural checklist to assess presence of
program materials and procedures, student reported points
earned during tutoring, and tutor-tutee procedural
calibration probes.

In general, results showed that

variations in students' spelling scores were associated
with (a) reduced rates of points given by teachers during
tutoring,

(b) low treatment fidelity of the program (i.e.,

unchallenging spelling words) , (c) reduced opportunities
for students to receive tutoring sessions, and (d) reduced
participation of students in tutoring activities.
Flugum and Reschly (1994) surveyed regular education
teachers (n = 360) and related services personnel

(e.g.,

school psychologists, school social workers; n = 422) who
had recently been involved with a pre-referral
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intervention.

Survey questions focused on the presence or

absence of six quality indices on the outcomes of
prereferral interventions.

These included (a) behavioral

definitions of target behaviors,

(b) direct measurement of

behavior,

(d) evidence for treatment

(c) step-by-step plan,

integrity,

(e) graphing of results, and (f) comparing

treatment to baseline.

Results indicated that only the use

of behavioral definitions and evidence for treatment
integrity were related to treatment outcomes.
A study by Robbins & Gutkin (1994) compared teacher
self-report and direct observation measures of treatment
integrity.

In response to structured interview questions,

each of three teachers reported that they consistently
implemented the intervention.

However, direct observations

indicated that none of the teachers increased the use of
positive attention, which was one of the treatment
components.
In sum, the traditional approach for evaluating
school-based behavioral consultation has been to assess
effectiveness of the treatment plan (often through selfreport) recommended during the PAI (Gutkin, 1993) .

This

approach is less than satisfactory because whether or not
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the recommended treatment is actually implemented is based
primarily on teacher self-report.

Clearly, there is

sufficient conceptual and empirical evidence that a verbal
commitment by the teacher to comply with treatment
recommendations may not reliably predict the teacher's
actual behavior following the consultation interview
(Greenwood et a l ., 1992;
Baer, 1977;

Robbins & Gutkin, 1994;

Ward & Baker, 1968;

Stokes &

Wickstrom, 1995).

Given

the importance of treatment integrity in school-based
consultation, there have been few studies that have
identified variables that are functionally related to
teachers' use of recommended interventions.
Variables Related to Treatment Integrity
Although there have been many conceptual analyses of
treatment integrity in applied research (Gresham, 1989;
Peterson, Homer, & Wonderlich, 1982;

Yeaton & Sechrest,

1981), there have been very few empirical investigations.
In a review of the consultation literature, Gresham and
Kendell (1987) found no studies in which consultation
researchers systematically assessed the degree to which
consultees implemented consultation plans.

In fact, there

are few data to support most of the hypotheses regarding
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factors influencing a teacher's use of interventions
(Gresham, 1989; Gresham & Noell, 1993).
Important information about treatment integrity,
however, may be found in other disciplines, including
applied studies investigating the relationship between
teacher-mediated consequences and student behavior.

A

review of these studies suggests that investigators have
used instructions (Madsen, Becker & Thomas, 1968), hand
signals from observers

(Herbert et a l ., 1973; Hall, Lund, &

Jackson, 1968; Hall et al., 1968) and consultee self
monitoring (Thomas, Becker, & Armstrong, 1968; Herbert &
Baer, 1972) to ensure acceptable levels of independent
variable integrity.
A few investigators have demonstrated control of
teacher behavior using systematic performance feedback
procedures.

For example, Cooper, Thomson & Baer (1970)

increased two Head Start teacher's attention to classwide
appropriate behavior by providing oral and written feedback
following brief classroom observations.

These

investigators used the following types of feedback:
describing examples of appropriate behavior,

(a)

(b) number of

times the teacher had attended to appropriate child

R ep ro d u ced with p erm ission o f the copyright ow ner. Further reproduction prohibited w ithout p erm ission.

13

responses after each ten minute session,

(c) the daily

percentage of time spent giving positive attention, and (d)
number of missed opportunities to provide positive
attention.

Follow-up probes, after feedback was

terminated, revealed that high levels of contingent
attention were maintained.
Cossairt, Hall, and Hopkins (1973) evaluated the
effects of instructions, verbal feedback, and verbal
feedback plus social praise in a multiple baseline study
across two teachers.

In this study feedback included class

estimates of attending behavior and the frequency of
teacher praise for student attending behavior. The
investigators found that verbal feedback/social praise were
associated with the largest increases in the teachers'
compliance with treatment recommendations.

A third teacher

also responded favorably to a feedback "package" containing
all three components.

Observations of four selected

students showed that attending behavior increased along
with teacher praise.
The work of Cossairt et al.

(1973) was extended by

Mace, Cancelli and Manos (1983), within behavioral
consultation.

In this study, one of the authors provided

R ep ro d u ced with p erm ission o f th e copyright ow ner. Further reproduction prohibited w ithout perm ission.

14

consultation services to three special education teachers
working with an emotionally disturbed student.

Following a

traditional PII, the consultant used consultant feedback
and praise to increase the teachers' use of praise and
reinforcing educational materials.
More recently, Ingham and Greer (1992) examined the
effects of feedback from a supervisor on the reinforcement
rates of four teachers.

During a 10-20 min instructional

session, teacher performance rate and accuracy was computed
by subtracting reinforcement errors from correct
reinforcement and dividing by the total session time.
Student responses to instruction were also recorded.
Across two experiments, the authors found that vague
feedback ("e.g., that was a nice lesson") was less
effective than specific oral, written and charted feedback
in increasing appropriate reinforcement rates of teachers
and correct responses of students.
Arco (1993) increased the integrity of a
multicomponent treatment using oral and written feedback.
Seven instructors of an autistic child were first provided
verbal and written directions on how to implement a
teaching procedure utilizing verbal instructions, prompts
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and positive and negative consequences.

After observing

relatively low levels of integrity, the author employed
verbal and written feedback on child responses as well as
instructor performance.

Results indicated that feedback

increased integrity of each component.
Within a regular education setting, Witt, Noell,
LaFleur and Mortenson (1996) used daily performance
feedback to increase low levels of treatment integrity.
Four elementary teachers were responsible for implementing
a 16 step treatment package that targeted increased work
productivity and accuracy.

After training teachers to

implement the treatment, analysis of permanent products
suggested a rapid decrease in integrity across all
teachers.

A daily performance feedback review of complete

and incomplete steps resulted in immediate increases in
integrity that continued for three of four cases during a
final maintenance phase.
In sum, various procedures have been developed by
applied researchers studying contingent teacher-mediated
reinforcement (e.g., praise, reinforcing materials) as
treatment for problem behaviors.

One of the most prevalent

and empirically tested efforts to increase contingent
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reinforcement appears to be consultant or experimenter
feedback.

However, there have been relatively few studies

that directly compare the effectiveness of traditional
behavioral consultation with and without feedback.
The purpose of the present study was to extend the
work of Arco (1993), Witt et a l . (1996) and others
(Cossairt et al., 1973; Mace et al., 1983) by directly
observing teacher consequences and child behavior across
conditions that varied the role of the consultant:
baseline, traditional behavioral consultation, and
behavioral consultation with performance feedback.

Two

primary questions were addressed:
1.

What are the effects of traditional behavioral

consultation (i.e., instructions and verbal
commitment) on treatment integrity?
2.

Does performance feedback improve treatment

integrity?
Six teachers employed at a residential treatment
community were responsible for treatment implementation.
These treatments were similar in all cases, and consisted
of increasing the use of positive reinforcement for student
on-task behavior.

Direct observation of teacher and child
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behavior across the three experimental conditions was used
to assess the relationship between treatment integrity and
student target behavior.
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Method
Setting
Consultation cases included six consultant-teacher
dyads.

Teachers were employed at Wegner School in Boys

Town, Nebraska.

Wegner School is the educational component

of Father Flanagan's Boys' Home, which is a residential
treatment community for children and adolescents.

The

daily behaviors of students at Wegner School are documented
on a Boys Town School Note (see Appendix A) . During each
school day, the classroom teacher is required to
acknowledge the occurrence of appropriate academic skills
with praise statements and point awards (Coughlin &
Shanahan, 1991).

Inappropriate behavior, on the other

hand, is followed with a structured teaching interaction
that includes a description of the inappropriate behavior
and a point fine.

Wegner School classrooms typically

include one teacher and approximately eight students.
Consultation cases were divided into two cohorts. The
first cohort included three teachers, each working with an
individual student. These cases were conducted in late
spring during the 1995-1996 school year.

The second cohort

included three Wegner School teachers and one male youth.
18
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These cases were conducted during the school's 1996 summer
term.

For all cases, the children's academic schedule was

departmentalized and the teacher and student were together
for one subject per day.
Recruitment of Participants
Referrals were initiated by the teacher or Boys Town
administrative personnel.

Upon referral, the consultant

provided a description of the study and each teacher agreed
to participate.

Before consultation was begun, informed

consent (see Appendices B and C) was obtained from the
student's legal guardians and all participating teachers.
Experimental procedures were approved by the Boys Town
Human Rights Review Committee.

.Consultant
The consultant for all cases was a male doctoral
intern working within the Clinical Services and Research
Department at Father Flanagan's Boys' Home.

The consultant

had completed two graduate-level consultation courses and
had served two years as a school-based consultant in public
school systems.
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Students

Joan, age 12, was a Caucasian female residing in the
Specialized Treatment Program (STP) at Boys Town.

STP is a

more restrictive placement than the regular Boys Town
campus and is designed for youth who have severe behavioral
difficulties.

Joan was referred to the Clinical Services

and Research department at Boys Town by her Family-Teachers
because of excessive hair pulling and fingernail biting.
Fred, age 13, was an African-American male
experiencing classroom problems related to peer
interactions.

His teacher referred Fred for participation

in the study because of loud and verbally abusive
statements toward peers as well as refusal to participate
during cooperative peer activities.
Bob, age 11, was an African-American male who was
referred by his Family-Teachers because of excessive
school-related problems.

According to his teacher, Bob had

difficulty remaining on-task during lectures and completing
independent assignments.

Bob had difficulty accepting

teacher assistance or correction and usually responded by
swearing and throwing objects.

Just prior to the referral,
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Bob had been transferred from the regular Boys Town campus
to the STP.
Joe, age 11, was a Caucasian male referred to the
Clinical Services and Research Department at Boys Town by
his Family-Teachers and the Wegner School principal because
of behavior problems in the school's summer program.
According to his teachers, Joe spent a great deal of class
time arguing with peers, playing with objects, and making
irrelevant comments to the teacher.

Because of severe

behavioral difficulties at home and school, Joe was placed
in the STP.

A summary of Joe's referral information, as

well as that of the other students, is provided in Table 1.
Table 1. Summary of student information.

Student

Teacher

Joan
Bob
Fred
Joe

Ms.
Ms.
Ms.
Ms.
Ms.
Ms.

N ote.

Dawn
Wren
Fine
Bean
Fawn
Sing

Referral Source
STP
STP
Teacher
STP

STP = Specialized Treatment Program.

Consultation services were provided to each student
through one of his or her teachers, with the exception of
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Joe, who was provided services across each of his morning
summer school classes (i.e., language, reading, math).

Ms.

Bean taught Joe's reading course throughout the summer
schedule.

M s . Fawn and M s . Sing taught Joe language and

math during the second half of the summer term.

XeagJaers
Six Wegner School teachers participated in
consultation.

Each teacher completed a Teacher Background

Information Form (Appendix D) .

Demographic data indicated

that all teachers had acquired state certification and held
a Bachelor's Degree in education (see Table 2).

Years of

experience ranged from 1 to 20 (M = 7).
Response Measurement
Child and teacher responses were measured through
direct observation.

One classroom observation was

conducted each day during designated intervention settings
(i.e., teacher-directed or independent seatwork) scheduled
by the consultant and teacher.

The frequency of observed

target behaviors were estimated using the Behavior
Observation System (BOS; see Appendix E) .

Specifically,

each classroom observation was divided into 10 s intervals.
Using a bug-in-the-ear device and a pre-recorded
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audiocassette to signal the beginning and end of each
interval, the consultant marked the occurrence of target
behaviors within each 10 s interval.

During observations,

the consultant was seated at a desk or chair that allowed
an unobstructed view of the target child.

Target behaviors

included four categories of student behavior, six
categories of teacher behavior, and one category of peer
behavior.
Table 2. Teacher demographic information.

Teacher

Grade

DG

M s . Dawn

7

BA

9

Elementary

M s . Wren

7

BS

1

Elementary

M s . Fine

8

BS

12

Elementary

M s . Bean

5-6

BS

20

Elementary

M s . Fawn

5-6

BS

2

Elementary

M s . Sing

5-6

BA

7

Secondary

YRS EXP

Certification

Note. DG = highest degree held; BA = Bachelor of Arts,- BS
= Bachelor of Science,- YRS EXP = years of experience.
Student disruptive behavior.

Three categories of

student disruptive behavior were coded using a
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partial-interval recording system.

A category was counted

as an occurrence if it was observed at any time during a 10
s interval.

Disruptive behavior was defined individually

for each student by the consultant and the teacher (see
Table 3).
Table 3. Summary of targeted on-task and disruptive
behaviors.

Student

On-Task Behavior

Disruptive Behaviors

Joan

Hands below
shoulders

Hands/Objects in hair,
mouth, above shoulders

Bob

Eye contact with
instructional
stimuli

Talking, out of seat,
off-task

Fred

Positive peer
interaction

No interaction, negative
peer interaction

Joe

Eye contact with
instructional
stimuli

Talking, out of seat,
off-task

For Bob and Joe, talking out was defined as any child
vocalization without teacher permission.

This category

included talking, whispering, laughing, noise making, an^
physical communicative gesture toward another student.
of seat was coded if the child left his or her chair
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without prior verbal consent from the teacher.

Off-task

included breaking eye contact with instructional stimuli
for more than 3 consecutive seconds.

Instructional stimuli

included a student's paper, pencil, or reading material, or
the teacher, chalkboard, or a peer who was responding to a
teacher's question.
Joan's disruptive behavior included hair pulling and
nail biting, and the three categories for this student
were:

(a) touching hair or touching mouth, defined as

fingers or a hand-held object touching her hair or mouth
(respectively); and (b) hands above shoulders, which was
coded if Joan's hand was raised above the shoulders but not
touching her hair or mouth.

The last category was included

because Ms. Dawn reported that Joan's hair pulling and nail
biting were often preceded by touching her face or rubbing
her eyes.
Fred's teacher expressed concern with his
participation in cooperative peer learning groups, which
were comprised of three individuals working together on
solving a group math sheet.
of the group are required to:

During this activity, members
(a) talk with each other

about the math problems and (b) provide statements that
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reflect encouragement or support (e.g.,

"that's great").

The consultant and teacher defined inappropriate behavior
within this setting as:

(a) no interaction, defined as

working throughout the 10 s interval without a
verbalization; and (b) negative interaction, defined as a
verbal remark toward a peer such as "shut up," or "I'm not
telling you" or inappropriate nonverbal communicative
gesture such as pointing a finger or making a face.
Student on-task. The primary student behavioral
category was on-task behavior (see Table 3).

For Bob, Joe,

and Joan, on-task was coded within each 10 s interval if
none of the disruptive target behaviors occurred.

Bob and

Joe's on-task reflected compliance with academic demands,
with eyes leaving the material, the teacher, or any other
appropriate instructional stimuli for no more than 3
consecutive seconds during a 10 s interval.

Joan's on-task

reflected a 10 s interval during which her hands were kept
below her shoulders

(with the exception of raising her hand

for teacher attention).
On-task behavior for Fred was coded using a partialinterval recording system.

This category was recorded

within an interval if Fred emitted a positive peer
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interaction, defined as a neutral statement toward peer
such as "yes," or "The answer is seven" or a positive
statement or gesture toward peer such as "good job," "you
are right about that," or smiling (see Appendix F ) .
On-task behavior during each observation was
calculated by dividing the number of intervals for which
on-task was coded by the number of total intervals.
Therefore, the primary student behavior represented the
percentage of intervals during which on-task behavior was
observed.

For Fred, intervals containing both negative and

positive peer interactions were not counted as on-task.
Teacher behavior.

Five categories of teacher behavior

were recorded with the BOS using a partial-interval
recording procedure.

These categories included specific

types of teacher attention, positive point awards, and
point losses.

Teacher approval was coded as »t +" and

included positive physical contact, praise, or positive
nonverbal attention (e.g., thumbs up).

Teacher disapproval

("T-") included verbal criticism or threats, and any
statement which directed the child to stop a behavior.
Neutral teacher attention (T) was coded if any attention
was directed specifically at the target child but did not
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fall into the other categories (e.g., "Johnny, go to the
board," calling on the student to answer a question).
Detailed definitions and examples of all teacher target
behaviors may be found in Appendix G.
A positive point award (C+) was coded if a physical
gesture by the teacher signaled the occurrence of
appropriate behavior, regardless of whether appropriate
behavior actually occurred. One form of positive
acknowledgment for all students was a point card award or
tally on the Boys Town School Note.

For Joan, this

category also included a tally on a personal notebook.

For

Fred, this category included the delivery of a star stamp.
A point fine (C-) was coded if the teacher directed
the child to mark negative points on the Boys Town School
Note.

If praise or a teaching interaction extended into

two or more consecutive 10 s intervals, the teacher
category was marked continuously;

child behavior, however,

was not coded during these interactions.
Peer attention.

Peer attention (P) was recorded for

all students except Fred and Bob, who were observed
primarily during cooperative peer group activities.

This

category was coded if the child received physical or verbal
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contact or facial gestures from a peer during a 10 s
interval.

Peer attention, neutral teacher attention,

negative teacher attention, and point fines were included
in the coding scheme to assess alternative sources of
potential reinforcement in the classroom.
Contingent reinforcement for on-task.

The primary-

dependent measure was contingent reinforcement by teachers
for on-task behavior (CR-ON). Teachers' use of praise and
point card awards are primary features of the Wegner School
classroom management plan.

For this study, CR-ON was

developed as an estimate of the teacher's level of
treatment integrity of the positive reinforcement component
of the Boys Town educational model. Positive consequences
for on-task behavior such as praise or point awards were
targeted for two reasons:

(a) Wegner School policy requires

the teacher to respond frequently to on-task behavior
(Coughlin & Shanahan, 1991), and (b) positive reinforcement
for appropriate classroom behavior is an important
component of well-managed classrooms (Paine et al., 1983).
CR-ON was defined as the occurrence of positive
teacher attention or a positive point award that followed
student on-task behavior within the same or the next 10 s
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interval.

Scoring was conducted by first dividing the

observation into 2 min intervals.

CR-ON was then

calculated by dividing the number of 2 min intervals
containing CR-ON (i.e., on-task followed by contingent
reinforcement) by the total number of 2 min intervals
observed.

Therefore, this category provided an estimate of

the frequency in which the teacher provided positive
consequences for on-task behavior.
Contingent, reinforcement for disruptive behavior.
Although not specifically targeted, the BOS was used to
monitor levels of "competing" reinforcement for student
disruptive behavior.

Previous studies have suggested that

the disruptive behavior of some developmentally normal
students may be influenced by teacher or peer attention
(Broussard & Northup, 1995; Hall et a l ., 1968; Lewis and
Sugai, 1996; Northup et al., 1995; Thomas et a l ., 1968).
Competing reinforcement included any teacher attention
(T, T+, T-) or peer attention that followed disruptive
behavior within the same or next 10 s

interval.

Following

each observation, the BOS was divided into 2 min intervals.
Contingent teacher attention for disruptive behavior (TAOFF) was calculated by summing the number of 2 min
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intervals that included at least one instance of teacher
attention for disruptive behavior and dividing by the total
number of observed 2 min intervals.

Contingent peer

attention for disruptive behavior (PA-OFF) was scored using
a similar procedure.
Intervention acceptability.

The acceptability of

interventions recommended by the consultant was measured
using the Intervention Rating Profile - 15 (IRP-15;
Martens, Witt, Elliott & Darveaux, 1985; used with
permission from authors).

The IRP-15 consists of 15 items

which are rated on a Likert-type scale ranging from 1
(strongly disagree) to 6 (strongly agree) .

Witt and

Elliott (1985) have reported excellent reliability
(coefficient alpha = .98) for the total score, which is
calculated by summing the item ratings.

In addition,

Elliott (1988) compiled numerous investigations which
demonstrated the validity of the IRP-15 as a measure of
differential acceptability of several intervention
variables, such as treatment type, time requirements, and
reported effectiveness.

The IRP-15 measures a teacher's

perception of how appropriate an intervention is for a
particular behavior problem (prior to its implementation).
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The total score was used to quantify intervention
acceptability as rated by each consultee (see Appendix H ) .
Higher scores on this instrument suggested greater
acceptability of the recommended treatment.
Teacher satisfaction with consultation. Satisfaction
with the consultation process was measured by administering
the Teacher Satisfaction Questionnaire (TSQ; Wickstrom,
1995; used with permission from author) to teachers at the
conclusion of consultation. Teachers were asked to complete
the 8-item questionnaire (see Appendix I) by selecting the
best option on a Likert-type scale ranging from 1 (strongly
disagree) to 5 (strongly agree) .

Wickstrom (1995) reported

adequate internal consistency for the TSQ based on a small
sample of teachers (coefficient alpha = .84).

Limited

evidence for the concurrent validity of the TSQ was also
found, with moderate correlations between the TSQ and IRP15 (£[25] = .59, p < .05), and the TSQ and treatment
outcomes as measured by teacher records
.05).

(£[20] = .47, p <

A total score on the TSQ was calculated by summing

the item ratings after reverse scoring items 3, 6, and 7.
Higher scores on the TSQ are associated with greater
teacher satisfaction.
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Interobserver Agreement and Observation Training
Observers included the consultant, a pre-doctoral
intern at Father Flanagan's Boys' Home, and a PhD level
school psychologist. The consultant served as the primary
observer for all teachers except M s . Fine.

Training in

using the BOS was conducted while viewing videotaped or in
vivo classroom interactions between teachers and students.
The reliability of the BOS was calculated as interobserver
agreement between the consultant and each secondary
observer.

An agreement between two observers was estimated

by summing the number of 10 s intervals in which both
individuals agreed upon the occurrence or nonoccurrence of
a target behavior.

Interobserver agreement was calculated

by dividing the number of agreements by the number of
agreements plus disagreements and multiplying by 100
(Hartmann, 1977).

Observers passed training criteria when

at least 85% agreement on the target behaviors was attained
for two consecutive 5 -minute observations.
During actual observations, interobserver agreement
was calculated for the primary student behavior (on-task),
contingent reinforcement of on-task (CR-ON), contingent
teacher attention for disruptive behavior (TA-OFF) and
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contingent peer attention for disruptive behavior (PA-OFF).
Interobserver agreement for on-task was calculated on an
interval by interval basis as described above.
Interobserver agreement for CR-ON, TA-OFF, and PA-OFF was
calculated in a similar manner, with the observation
divided into a series of continuous 2 min intervals.

An

agreement between two observers was estimated by summing
the number of 2 min intervals during which both individuals
agreed upon the occurrence or nonoccurrence of a particular
reinforcement category.

Interobserver agreement was

calculated by dividing the number of agreements by the
number of agreements plus disagreements and multiplying by
100 (Hartmann, 1977).
Two observers independently and simultaneously
recorded student and teacher behavior during 19 of the 61
observations (31%).

Interobserver agreement for contingent

peer reinforcement (PA-OFF) was recorded during only 11 of
38 observations

(29%) because peer behavior was not coded

during Fred and Bob's cooperative peer activities.

Across

all reliability observations, interobserver agreement for
student on-task ranged from 79% to 96% (M = 87%).

The mean

level of interobserver agreement for contingent
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reinforcement was as follows:

CR-ON = 97% (range, 83% -

100%), TA-OFF = 89% (range, 71% - 100%), and PA-OFF = 91%
(range, 57% - 100%) .

Treatment Elans
Each individual treatment plan was unique on some
dimension, such as the intervention setting, target
behaviors, or the topographies of contingent reinforcement.
All intervention plans, however, included one common
feature: once every two minutes, at least one episode of
student on-task behavior was acknowledged by the teacher.
After the teacher agreed to implement the
reinforcement procedures, the consultant recommended that
the teacher ignore the student's "passive" off-task
behavior (e.g., staring blankly) and attempts to get
teacher attention without raising hands (e.g., calling her
name) .

In response to other disruptive behavior the

consultant recommended continued use of their regular
classroom management plan with the caveat that the amount
of teacher attention be minimized.

The following section

summarizes the features of each intervention plan (see also
Table 4).
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Joan. According to Ms. Dawn, Joan's hair pulling and
nail biting occurred more often during teacher-directed
instruction, when she was not engaged in reading or writing
exercises.

M s . Dawn was asked to signal the child once

every two minutes if she observed no target disruptive
behaviors during 20 consecutive seconds.

Ms. Dawn decided

that this signal should be lightly touching her cheek while
securing eye contact with Joan.

In response to each

signal, Joan marked a tally on a pocket-size tablet.

At

home each night, Joan's Family-Teachers awarded extra
privileges according to the number of tallies she obtained
each day.

Independent of the consultant's suggestions, Ms.

Dawn also developed a signal in response to hair pulling.each time Joan was observed to touch her hair, Ms. Dawn
provided a nonverbal reprimand by waving her own hand in a
downward motion.

During observation sessions, the

occurrence of this signal was coded as negative teacher
attention.
Bob. According to Ms. Wren, Bob engaged in disruptive
behavior more often during teacher-directed instruction and
when paired with a classmate for cooperative writing
sessions.

At least once every two minutes Ms. Wren
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signaled the occurrence of on-task behavior with verbal
praise or positive points on his Boys Town School Note.

As

with all Boys Town youth, each evening Bob's FamilyTeachers awarded privileges according to the number of
points he earned throughout the day.
Fred.

According to Ms. Fine, Fred engaged in

disruptive behavior during cooperative peer group
activities.

At least once every two minutes M s . Fine

signaled the occurrence of on-task behavior (i.e., positive
peer statements) by placing an adhesive stamp on Fred's
desk. These stamps were not exchanged for rewards, but each
day Ms. Fine reviewed and praised the amount earned, and
challenged Fred to earn more the next day.
J o e . According to his teachers, Joe engaged in
disruptive behavior more often during teacher-directed
instruction.

At least once every two minutes his teachers

signaled the occurrence of on-task behavior with verbal
praise, a point card award, or tallies marked directly on
his Boys Town School Note.

At the end of each school day,

Joe could exchange tallies for a range of tangible rewards,
including baseball cards, pencils, and lunch with the
teacher.
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Table 4. Summary of intervention strategies for students.

Student

Setting

Contingent Reinforcement

Joan

TD

Teacher signal for child to tally
on notebook

Bob

T D ; CPG

Teacher praise and BTSN point
awards

Fred

CPG

Teacher delivery of adhesive stamp

Joe

TD

Teacher praise and tally on BTSN

Note. TD = teacher directed activities,- CPG = cooperative
peer group; BTSN = Boys Town School Note.
Experimental Design
The effects of the experimental manipulations on the
behavior of the classroom teacher and target child were
evaluated using an extension of a multiple baseline across
subjects design (Barlow & Hersen, 1984).

The design

consisted of an A-B-BC sequential analysis with unequal
phase lengths.

A baseline phase was followed by two

treatment phases:

consultation alone and consultation with

performance feedback.
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Experimental Conditions
Baseline.

In this condition, the consultant conducted

a Problem Identification Interview (Bergan, 1977) with the
referring teacher.

During this interview, the teacher and

consultant operationalized the student's on-task and
disruptive behavior.
discussed:

Further, the consultant and teacher

(a) whether the child's on-task behavior was a

skill or a performance deficit,
of on-task behavior,

(b) the level of incidence

(c) antecedent, sequential and

consequent conditions associated with disruptive behavior,
(d) disciplinary strategies used, and (e) previous
interventions (Martens, 1993).
Following the PII, three to four 15 min observations
were conducted daily to determine rates of student behavior
before a treatment was developed.

Also,

"baseline" levels

of teacher praise and point card awards were observed.
Observations during baseline and all treatment conditions
were conducted within the classroom context (e.g.,
independent work versus teacher directed instruction)
identified by the teacher as associated with the most
frequent occurrence of inappropriate behaviors.

Baseline
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data were collected until trends in contingent
reinforcement of on-task behavior (CR-ON) were stable.
Consultation alone. Following baseline, a Problem
Analysis Interview (PAI) was conducted.

This interview

began with a discussion of baseline observational data.
The interview included a discussion of identified
antecedents or consequences associated with disruptive
behaviors (Martens, 1993).

Following this discussion, the

consultant recommended a treatment plan.

The following

script for introducing the treatment plan was developed and
used as a guideline for each PAI:
Some youth experience problems within the
classroom because they don't respond well to long-term
rewards. Most of the kids in your classroom are doing
fine with the current classroom management system, but
not Johnny.
Based on my observations thus far, I think that
Johnny needs more immediate reinforcement of his ontask behavior.
I am recommending that you let Johnny
know when he is on-task by issuing point card awards
or giving him praise once every two minutes. This
reinforcement should occur after Johnny is on-task for
approximately 20 consecutive seconds.
Praise should
be something like 'Johnny you are doing very well' or
'I like the way you are working.'
I am also
recommending that you ignore Johnny if he is off-task
or talking to you without permission.
If he is
disrupting other students you may continue to handle
it as you've been doing. But please issue these
consequences as briefly as possible because he might
like your attention even though it's negative.
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All teachers except M s . Wren expressed reservations
about issuing a typical point card award every two minutes.
Therefore, secondary "point award" systems were developed
by the teacher and consultant.

These included tallies on

the point card for Joe, tallies on a pocket notebook for
Joan, and a star stamp for Fred.

Although the consultant

recommended delivery of the point card award or praise
statement after 20 consecutive seconds of on-task,
contingent reinforcement for on-task (CR-ON) was scored by
observers whenever reinforcement was delivered after 10
consecutive seconds of on-task.
Following the development of the treatment plan, a
written summary of each step was given to the teacher.
After scheduling a third meeting to evaluate the treatment
plan, the teacher was asked to complete the Intervention
Rating Profile (IRP-15).
Following the Problem Analysis Interview, a series of
15-30 min observations of student and teacher behavior were
conducted.

The purpose of the Consultation Alone condition

was to determine if the traditional method of recommending
treatment in school-based behavioral consultation, the
"consult and hope"

(Witt, 1990) approach, resulted in
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observable increases in a teacher's use of contingent
reinforcement for on-task behavior.
Consultation with performance feedback. After stable
trends in CR-ON scores were observed during Phase II
(Consultation Alone), a Problem Evaluation Interview (PEI)
was conducted to review the child's progress.

During this

meeting, the consultant and teacher compared the child's
pre- and post-treatment levels of on-task behavior.

If the

child's on-task levels were satisfactory, consultation
ended.

If the child's on-task levels were comparable to

baseline and observations suggested low levels of CR-ON, a
final consultation phase was implemented.

The final phase

began with a review of the previous treatment
recommendations.

Further, the consultant informed the

teacher that the amount of positive teacher attention and
point awards would be monitored on a daily basis using the
Positive Consequence Schedule (PCS; see Appendix J ) .

The

PCS was introduced by the consultant while using the
following script as a guideline:
Because Johnny has not responded to the
treatment, it will be important for us to evaluate the
intervention on a daily basis. While it may be
difficult to praise or signal Johnny every two
minutes, it may be important to find out just how
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consistent we need to be in order to affect Johnny's
behavior.
For the next week, I will provide you with
daily feedback. After each observation, I'll report
to you the percentage of time Johnny spent on-task, as
well as the percentage of 2 minute intervals you were
able to signal or praise him. I'll give you a copy of
the PCS and explain the results briefly in order for
both of us to prepare for the next session.
Following the PEI, a series of 15-30 min observations
were conducted, after which the teacher was provided a copy
of a completed feedback sheet.

Prior to the next

observation, a brief explanation of the PCS data was
provided to the teacher.

Therefore, the teacher was given

both verbal and written feedback regarding:
examples of when the teacher provided CR-ON,

(a) descriptive
(b) the

percentage of 2 min intervals during which the teacher
provided CR-ON, and (c) the percentage of child on-task
behavior.
After CR-ON scores indicated a stable trend within
this phase, a final brief meeting between the consultant
and the teacher was conducted.

During this meeting, a plan

for modifying or fading the program was discussed, although
monitoring maintenance of the treatment plan was not a
formal aspect of the study.

At the conclusion,

the teacher
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was asked to complete the Teacher Satisfaction
Questionnaire.
Reliability of the Independent Variable
The consultant self-monitored his or her own verbal
behavior during all PII, PAI and PEI interviews using
itemized checklists (see Appendices K-M).

The purpose of

these checklists was to ensure that the consultant
addressed all objectives for conducting traditional
behavioral consultation in the schools (Bergan &
Kratochwill, 1990; Martens, 1993).
Consultation sessions were audiotaped in order to
assess the reliability of the consultant's self-monitoring.
While listening to the audiotapes, a secondary observer
coded approximately half (59%) of the interviews.
Interobserver agreement between the consultant and the
secondary observer was determined for each session by
dividing the number of agreements by the number of
agreements plus disagreements and multiplying by 100
(Hartmann, 1977).

Overall agreement on the occurrence and

nonoccurrence of specific interview objects was 97% for the
PII, 99% for the PAI, and 92% for the PEI.
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Results
The six consultation cases were divided into two
cohorts.

The first cohort included three teachers and

three children, while the second cohort included three
teachers and one child, Joe.

The primary dependent

variable for each case was direct observation of teacher's
use of contingent attention and point awards.

Each

student's on-task behavior was also recorded.

Of secondary

interest was the amount of teacher and peer attention
following disruptive behavior.

Finally, subjective teacher

judgments on pre-treatment acceptability and consultation
satisfaction were collected.
The length of classroom observations ranged from 7 min
to 34 min (M = 16), excluding periods during which the
class was in transition or the teacher was involved in
extended contact with the target child (during which child
behavior was not scored).

The mean length of observations

across experimental conditions was 15.2 min during
baseline, 15.6 min during consultation alone, and 16.2 min
during consultation with performance feedback.

45
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Contingent Reinforcement of On-Task
Across the six cases, levels of teacher contingent
reinforcement of on-task (CR-ON) within baseline conditions
ranged from 0% to 13% (M = 2%).

The mean level of CR-ON

during the consultation alone condition was 43% (range, 0%
- 100%).

Within the performance feedback condition, the

mean level of CR-ON ranged from 0% to 100% (M = 60%).
Figure 1 displays levels of teacher contingent
reinforcement of on-task (CR-ON) across the three
experimental conditions for cases included in the first
cohort.

CR-ON for each observation is graphed as the

percentage of 2 min intervals during which at least one
instance of on-task behavior was followed by teacher praise
or point card awards.
M s . D awn.

During baseline, Ms. Dawn's percentage of

CR-ON ranged from 0% to 11% (M = 4%).

Within the

consultation alone phase, CR-ON ranged from a high of 56%
during the first observation to a low of 22% during the
second observation (M = 35%).

Across the seven

observations within the performance feedback phase, CR-ON
ranged from 43% to 100% (M = 77%) .
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Figure 1. Contingent reinforcement of on-task across
baseline (BL), consultation alone (CONS) and performance
feedback (PFBK) conditions for teachers in cohort one.
M s . Fine.

Ms. Fine's CR-ON percentages for all three

baseline observations were 0%.

During consultation alone,

these percentages increased to a mean of 98% (range, 86% 100%).

Because levels of CR-ON during this phase were at

acceptable levels, the consultant did not proceed with the
performance feedback phase.
M s . Wren.

During four baseline observations, Ms.

Wren's percentage of CR-ON during baseline ranged from 0%
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to 13% (M = 3%).

Within the consultation alone phase, Ms.

Wren's CR-ON ranged from a high of 50% during the first
session to a low of 0% during the second session (condition
mean, 24%).

Across the six observations conducted during

the performance feedback phase, CR-ON varied considerably.
These scores indicated a slight escalating trend, ranging
from a low of 17% during the initial observation to a high
of 100% during the final observation (M = 64%).
Figure 2 displays levels of teacher contingent
reinforcement of on-task (CR-ON) percentages across the
three experimental conditions for cases included in the
second cohort.

This cohort included three teachers working

with one student, Joe, during the summer semester.
M s . Fawn.

During one baseline observation, Ms. Fawn

was observed to use CR-ON during 0% of the 2 min intervals.
Within the consultation phase, CR-ON percentages ranged
from 0% to 13% (M = 9%).

For the two observations

conducted during the performance feedback phase, Ms. Fawn's
mean CR-ON was 47% (50% and 43%).
Ms. Sing.

During one baseline observation, Ms. Sing

was observed to use CR-ON during 0% of the 2 min intervals.
Within consultation alone, CR-ON percentages ranged from 0%
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to 22% (M = 11%)-

For the three observations conducted

during the performance feedback phase, Ms. Fawn's levels of
CR-ON slightly decreased from 50% during the first
observation to 33% during the final observation (M = 42%).
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Figure 2. Contingent reinforcement of on-task across
baseline (BL), consultation alone (CONS) and performance
feedback (PFBK) conditions for teachers in cohort two.
M s . Bean. During four baseline observations, Ms.
Bean's percentage of CR-ON during baseline ranged from 0%
to 13% (M = 3%).

Within the consultation alone phase, CR

ON ranged from 0% to 20% (M = 12%).

Across the four

observations conducted during the performance feedback
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phase, Ms. Bean's CR-ON levels increased from a low of 0%
during the first observation to a high of 75% during the
final observation (M = 45%).
Student On-Task Behavior and Contingent Reinforcement of
On-Task
The correspondence between student and teacher
behavior was assessed.

Figures 3 and 4 display the mean

percentages of student on-task behavior and contingent
reinforcement for on-task (CR-ON) within each experimental
phase.

These data indicate that mean levels of CR-ON

increased across baseline, consultation alone and
performance feedback phases.

In two of six cases, these

observed increases in CR-ON were associated with moderate
increases in on-task levels.

For Ms. Dawn, mean levels of

Joan's on-task gradually increased across the three phases,
from a low of 41% during baseline to a high of 67% during
performance feedback.

Ms. Fine's data indicated that

Fred's mean level of on-task behavior increased
dramatically from 34% during baseline to 71% during
consultation alone.

R eproduced with permission of the copyright owner. Further reproduction prohibited without permission.

51

On-Task BCR-ON

100 75

Ms. Dawn

-

50 jo
n 25
£
n
U
<D
100 r
a>

Ms. Fine

75 -

ra

50 -

a>
o
l.

25

(0
C

VSKSii

a)
u
c 100

a_

|-

Ms. Wren

(0

a>
2

75 50

III!

25

iiip
---

u

BL

CONS

PFBK

Figure 3. Student on-task behavior and contingent
reinforcement (CR-ON) across baseline (BL), consultation
alone (CONS) and performance feedback (PFBK) conditions for
teachers in cohort one.
A marginal correspondence between teacher and student
behavior was observed in two cases.

For Ms. Bean, a slight

increase in Joe's on-task behavior from baseline (M = 67%)
to performance feedback (M = 80%) was observed.

Ms. Sing's

results suggested an increase in Joe's on-task behavior
from baseline (M = 45%) to consultation alone (M = 54%).
During the performance feedback phase, Joe's on-task levels
increased slightly to a mean of 59%.
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Figure 4. Student on-task behavior and contingent
reinforcement (CR-ON) across baseline (BL), consultation
alone (CONS) and performance feedback (PFBK) conditions for
teachers in cohort two.
For Ms. Wren and Ms. Fawn, increases in CR-ON were not
associated with increases in child on-task behavior.

Ms.

Wren's data indicate that Bob's mean level of on-task was
stable across all three phases, ranging from a high of 62%
during baseline to 56% during consultation alone.

Ms.

Fawn's results suggested that Joe's on-task levels were
highest during baseline (M = 67%) and lowest during
consultation alone (M = 48) .
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Contingent Reinforcement nf Disruptive Behavior
The percentage of 2 min intervals containing at least
one occurrence of attention for disruptive behavior was
also calculated for each observation.

Table 5 displays the

mean levels of contingent teacher and peer attention for
each case across the three experimental phases.

These data

suggested that, with the exception of Ms. Fine, stable or
escalating rates of contingent teacher attention for
disruptive behavior were observed.

Also, these data

indicated that peer attention often followed Joe's
disruptive behavior in Ms. Sing's class.

In Ms. Fine and

Ms. Wren's classes, levels of peer attention were
presumably held constant because observations were
conducted primarily during cooperative peer activities.

Subjective Teacher Ratings
Table 6 displays the IRP-15 and TSQ scores for each of
the teachers.

Pre-treatment intervention acceptability

ratings ranged from 59 (Ms. Wren) to 90 (Ms. Fine).
Ratings of teacher satisfaction with the consultation
process ranged from 26 (Ms. Fawn) to 38 (Ms. Fine).

In

general, elevated scores on the IRP-15 were associated with
elevated ratings on the TSQ.

For example, the two highest
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rated interventions (Ms. Fine, Ms. Sing) were associated
with the two highest ratings on teacher satisfaction.
Very little correspondence was observed, however, between
subjective ratings and teacher responses to consultation or
performance feedback.
Table 5. Contingent reinforcement of disruptive behavior.

Condition Mean %
BASE
Teacher

CONS

TA-OFF PA-OFF

00

PFBK

TA-OFF PA-OFF

41

TA-OFF

p a -o :

M s . Dawn

30

M s . Wren

30

71

57

M s . Fine

00

00

00

Ms . Bean

38

15

37

20

40

13

Ms . Fawn

33

00

48

08

29

00

MS . Sing

29

00

46

54

62

30

00

60

00

Note. BASE = baseline, CONS = consultation alone, PFBK =
consultation with performance feedback. TA-OFF =
contingent teacher attention for disruptive behavior, PAOFF = contingent peer attention for disruptive behavior.
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Table 6. Teacher subjective ratings of intervention
acceptability and consumer satisfaction.

Teacher

Student

IRPa

TSQb

Ms. Dawn

Joan

77

36

Ms. Wren

Bob

59

34

Ms. Fine

Fred

90

38

Ms. Bean

Joe

M s . Fawn

Joe

Ms . Sing

Joe

N o t e . IRP =
Satisfaction
aIRP scoring
bTSQ scoring

36
76

26
37

Intervention Rating Profile-15; TSQ = Teacher
Questionnaire.
ranges from 15 to 90.
ranges from 8 to 40.
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Discussion
This study was a preliminary attempt to assess the
relative effects of traditional consultation with and
without performance feedback on the behavior of teachers
implementing classroom interventions.

Results indicated

that during baseline the six participating teachers rarely
used contingent praise or point awards to acknowledge
student on-task behavior.

These low levels were observed

despite the fact that positive reinforcement for
appropriate academic behavior is an integral part of the
Boys Town classroom management system.

Observations

following a traditional PAI indicated that the mean use of
contingent reinforcement exceeded 35% for only one of six
teachers.

During performance feedback, the mean use of

contingent reinforcement increased for each of the
remaining five cases

(range, 42% to 77%).

The most important finding of this study was that
performance feedback may strengthen the effectiveness of
traditional behavioral consultation in altering teachers'
use of immediate consequences for student behavior.

These

findings support previous studies indicating that
consultant feedback may be used to increase positive
56
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teacher attention (Cooper et al., 1970; Cossairt et al.,
1973); Ingham and Greer, 1992; Mace et al., 1983) compared
with "baseline"

(i.e., no consultant contact) conditions.

Further, these findings contribute to a limited
literature demonstrating the differential effects of
consultant behavior (e.g., instructions versus instructions
with feedback) on teacher behavior.

The findings extend

the work of Arco (1993) and Witt et al.

(1996) by showing

that teachers' use of immediate consequences for on-task
behavior may be increased with consultant oral and written
feedback.
A second important finding was that five of the six
teachers responded with low levels of treatment integrity
during the "consultation alone" phase.

This was true

despite the fact that teachers generally rated the
intervention as acceptable.

These findings challenge the

assumption that traditional consultation results in
adequate levels of treatment integrity, but lend support to
recent empirical investigations (Robbins & Gutkin, 1994;
Wickstrom,

1995; Witt et a l ., 1996) which have suggested

that simply asking a teacher to implement consequences may
not result in adequate levels of integrity.

Together with
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these earlier studies, there is increasing evidence that
consultation alone may not result in adequate integrity.
Even with daily written and oral performance feedback,
the overall mean level of treatment integrity was only 60%
across teachers.

The present results make salient the

difficult nature of assisting teachers with delivering
treatments with high levels of integrity.

Explicit

guidelines about the level of treatment integrity required
to deliver a treatment of sufficient strength do not exist,
but this warrants additional study, given the strong
possibility that treatments in applied settings will likely
be delivered at less than full strength.
A third important finding concerns the relationship
between levels of treatment integrity and changes in
targeted child behavior.

In only two of six cases (Ms.

Dawn, Ms. Fine) moderate increases were observed in student
on-task behavior.

In the remaining four cases, slight

increases or decreases in student on-task behavior were
observed.

These findings were in contrast with several

earlier investigations that revealed a positive
correspondence between teacher praise and student on-task
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behavior (Herbert et a l ., 1973; Hall et al., 1968; Madsen
et al., 1968; Thomas et a l ., 1968).
There are at least two potential reasons for the
failure to replicate these earlier findings.

First, the

current study did not adequately control teacher and peer
reinforcement for disruptive behavior.

For example,

teacher attention for disruptive behavior actually
increased during consultation in three of six cases.
may have occurred because.-

This

(a) teachers were unable to

identify "on-task" behavior, and simply increased their
random use of teacher praise and point tallies,- or (b)
teachers continued to respond to the most salient
behavioral "cues" in their environment (e.g., a child
leaving his seat) and reversal of this behavioral pattern
was difficult.
Second, the ages and behavioral severity of the
subject population may have warranted a more potent
treatment.

Additional treatment components (e.g.,

reductive procedures) were avoided for this study because
it may have complicated the measurement of treatment
integrity.

For example, a successful reductive procedure

decreases the frequency of inappropriate behavior (i.e.,
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opportunities for teacher to respond)r making it difficult
to compare treatment integrity across sessions.
Another important finding concerned the immediate
responses to performance feedback among the teachers.

In

three of the five cases, the first observation following
the PEI (during which the daily feedback was described)
suggested only marginal increases (Ms. Dawn) or decreases
(Ms. Wren, Ms. Bean) in integrity.

Following their first

contact with performance feedback, however, the data for
each of the teachers showed marked increases in integrity
during the next observation session.

These findings

suggest that in some cases simply describing the
performance feedback may not immediately increase teacher
behavior.
Limitations of the Present Study
These findings should be regarded as preliminary
because of important methodological considerations.

The

most serious weakness of the study is the limited number of
data points for each case.

This was especially true for

cases conducted during Boys Town's summer term.

All of

Joe's teachers had a limited number of "regular" classes
because of frequent extra-curricular activities, shifts in
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teaching assignments, and an extended summer school break.
The number of observations within some conditions were too
few to establish adequate trends.

Also, the performance

feedback phases included twice as many sessions than the
consultation alone phase for Ms. Dawn and Ms. Wren.

In

both of these cases, an extended consultation alone phase
may have resulted in clearer trends.
A second limitation of the study concerns the length
of experimental phases across many of the cases.

For

example, the consultation alone phase was equal for four of
the six cases.

The use of nonconcurrent baselines rule out

the potential impact of a non-experimental variable that
simultaneously impacted behavior across all four teachers.
However, the equal phase lengths do not rule out the
possibility that a non-experimental variable had a uniform,
sequential effect on behavior change.

For example,

it is

possible that teachers need three or four sessions in order
to "get it right."

Evidence for a potential practice

effect are indicated in at least two cases (Ms. Dawn, Ms.
Wren).

In practical settings, the decision to change

experimental phases may be influenced by extraneous
factors, such as pressure from consumers (e.g., teachers).
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Regardless, equal phase lengths do not eliminate the
possibility that a variable indicating it was time to
change phases is correlated with processes, that produced
behavior change (Hayes, 1981).
Another issue is that for most of the cases child
behavior did not change substantially.

A convincing

argument could be made that low levels of integrity during
the consultation alone phase occurred because the teachers
immediately recognized the negligible effects of the
treatment.

Therefore, the observed effects of performance

feedback may not generalize to cases in which a teacher
attempts a new strategy and observes an immediate positive
increase in child behavior.
respond by:

For these cases, a teacher may

(a) stopping the intervention, perhaps because

changes in child behavior is not the teacher's goal; or (b)
continuing the intervention.

In either case, performance

feedback may be relatively less important and immediate
than "child feedback."

Implications of ..the Present..Study
The current study, providing these results can be
replicated, has implications for school-based consultation
in practical and research settings.

First, the study
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contributes to a growing body of literature indicating the
importance of monitoring the treatment integrity of schoolbased interventions

(Gresham, 1989;

Gresham & Kendell,

1987; Peterson et a l ., 1982; Yeaton & Sechrest, 1981).
Judgments regarding the effectiveness (or ineffectiveness)
of classroom interventions are premature until the
relationship between treatment integrity and child behavior
is established.
Second, high levels of alternative reinforcement for
disruptive behavior may have decreased treatment
effectiveness. These findings highlight the importance of
conducting a pre-treatment functional assessment of
classroom-based variables such as peer or teacher attention
(Vollmer & Northup, 1996) . This information could
potentially assist the school psychologist in creating more
potent reinforcement-based treatments.

If results are

communicated during consultation, the information may also
persuade the teacher to alter his or her frequency of
contingent attention for disruptive behavior.
Third, future research on treatment integrity should
investigate a broader range of treatment components,
including extinction and reinforcement schedules.

Also,
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studies comparing the integrity of interventions using
Differential Reinforcement of Alternative Behavior (DRA)
versus Differential Reinforcement of Other Behavior (DRO)
are needed.

A methodology for assessing the integrity of

treatments combining reinforcement and response cost
strategies may be needed.
Finally, performance feedback in school-based
consultation should be examined more systematically.

For

example, the content and mechanisms of feedback, among
other characteristics, have been shown to be important in
organizations (Balcazar, Hopkins & Suarez, 1986).

This

study employed descriptive praise and oral and written
feedback for both teacher and child behavior.

Which of

these components was effective, and in what combination?

A

related question concerns the salience and strength of
consultant feedback relative to other influences on teacher
behavior (e.g., child behavior, other teaching demands).
Finally, studies are also needed that contribute
toward a conceptual analysis of performance feedback as a
behavioral process.

Duncan and Bruwelheide (1986) have

suggested that feedback may be either a form of
reinforcement or stimulus control.

The increases in
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integrity for teachers in this study may have been the
result of differential positive reinforcement:

the

consultant ignored integrity errors while providing
descriptive praise for successes.

On the other hand,

integrity may have increased because the teacher avoided
unfavorable performance feedback scores (i.e., negative
reinforcement).

Behavioral functions could be tested by

alternating the establishing operations (Iwata, Vollmer &
Zarcone, 1990) across similar feedback conditions.

For

example, the positive reinforcement hypothesis could be
tested by comparing noncontingent and contingent consultant
attention.

Negative reinforcement could be tested by

increasing the aversiveness of performance feedback (e.g.,
public versus private, involving the school principal).
In sum, this study provides preliminary support for
using consultant feedback to increase teachers' use of
contingent reinforcement.

The findings also support a

growing literature indicating a need for direct assessment
of treatment integrity in school-based consultation
research and practice.

Direct and systematic replication

is needed before generalizing these findings to other
teachers and more complex treatments.
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BOYS TOWN SCHOOL NOTE
NAME

_________________ DATE____
(Teachers please initial)

Clue

BwpomiMe f c t o t o i

Im i pnn

.Phone.

IF. T. please circle target behaviors) F.T._
1. Follows instructions
2 Obtains permission
3. f t c r relations
4 Uses greeting skills
5 Accepts feedback

6.
7.
S.
9.
10.

11. Volunteers
12. Personal appearance
13. Has necessary supplies

Uses appropriate language
Stays on usk
Completes assignment
Participates in class
Arrives on lime

14. ____________________

raimetod

Feriod

Mintages

Homework Assignment

T.I.

1
2
3
4
5
6

'

•
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Child Inform ed Consent to Participate in
F ather Flanagan's Boys' Home (Boys Town) R esearch Project
"T he Use o f D ifferential Reinforcem ent fo r Individualized T reatm ent Planning in A cadem ic Settings"
I am being asked to be a part o f a research project. The research team is trying to find ways to help youth succeed at
Boys Town.
PRO CED URES: If t take part in this study, I understand that my classroom teacher will provide m e with many
more opportunities to earn effective praise, positive points and auction points. I may also earn negative points for disruptive
behavior. My teacher may also ignore some o f my mild disruptive behavior. My behavior at school may be observed by
someone on the research team.
PO TEN TIA L RISK O R DISCOM FORT: I understand that the research team does not believe there are any serious
risks if I take part in this study. However, the interventions may not improve my behavior. Also, the increased attention from
my teacher may be embarrassing. If I feel uncomfortable o r unhappy about being a part o f this study, I can ask to be excused
at any time.
BENEFITS: If I decide to be in this study, I may learn ways to stay on-task and increase positive points at school.
My teachers may find out better ways to help children be successful in school.
ALTERN ATIV ES: I do not have to take part in this study. My placement at Boys’ Town will not be affected in any
way by my decision.
R IG H T TO W ITHDRAW : I may withdraw from this study at any time, even after I have signed this consent form.
Withdrawal from the study will not jeopardize my relationship with Father Flanagan's Boys Home.
R IG H T TO IN Q U IRE: If I have any questions about this study, I can write Patrick C. Friman, Youth Care
Building, Boys' Town, NE 68010, or call him at (402) 498-3353.
RESEARCH STANDARDS: All o f the information concerning my participation in this study will be kept in a locked
filing cabinet and the research team will be the only persons with access to this information. If this information is presented, my
name and any other identifying information will be excluded.
I have had the opportunity to read this form and the possible risks and benefits have been explained to me by my
family teacher and the principal investigator. I agree to participate in this study. My family teacher has been given a copy of
this consent form.

Participant's Signature

Date

A nthorization: My signature below indicates the following: I) the procedures involved in this project have been
fully explained to me; 2) what is required o f the youth listed above has been explained to me and the youth; 3) any risks or
discomforts have been explained to me and the youth; 4) nobody is forcing the youth named above to take part in the study; and
5) the youth can withdraw from this study at any time without penalty.

Family Teacher’s Signature

Date

IN V ESTIG A TO R'S ASSURANCE
The person whose name appears below is responsible for carrying out this research program. He will assure that all
questions about this research program are answered to the best o f their ability. He will assure that you are informed o f any
changes in the procedures o r the risk and benefits if any should occur during or after the study. He will assure that all
information remains confidential.
Patrick C. Friman. PhD

Principal Investigator
If the researchers do something different from what they told you they would do, or if they ignore reasonable requests for
information, o r if you are injured while participating in the research project, please contact the chairperson o f the Human Rights
Review Committee. Boys’ Town National Research Hospital, 555 N. 30th Sl Omaha, NE. 68131, (402) 498-6325.
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T eacher Inform ed Consent to P articipate in
F ath er Flanagan's Boys' Home (Boys Town) Research P roject
"T he Use o f D ifferential R einforcem ent fo r Individualized T reatm ent Planning in Academ ic Settings"

I am being asked to be a part o f a research project. The research team is trying to find ways to handle classroom
behavior problems more effectively.
PRO CED URES: If I participate in this study, I will be asked to increase the amount o f positive attention I deliver to
a youth during one period o f class per day. I will be asked to allow one o r two observers into m y room so that direct
observations o f child behaviors and positive attention can occur. The observers may provide m e with feedback describing how
much attention was delivered during the observation. Finally, I may be asked to complete a 15-item rating scale and an 8-item
rating scale that assesses my opinions o f the treatment.
PO TENTIAL RISK O R DISCOM FORT: I understand that there is a potential risk that the interventions may not
improve the child’s behavior. A second potential risk is that the increased attention directed toward the target child may take
some o f my time away from other students. Therefore, I will only be asked to provide this special treatment one hour per day.
Finally, I may feel uncomfortable with observers in the classroom. However, I understand that the research team will share all
information from the observation with me so that I will know exactly how the data are being used.
BENEFITS: If I decide to be in this study, I will help determine how other teachers can more effectively manage
youths’ difficult attention problems and increase their work completion. I may also discover better ways to monitor classroom
behavior problems.
ALTERNATIVES: I do not have to take part in this study. My position at Boys' Tow n will not be affected in any
way by my decision.
R IG H T T O W ITHDRAW : I may withdraw from this study at any time, even after I have signed this consent form.
Withdrawal from the study will not jeopardize my relationship with Father Flanagan's Boys Home.
R IG H T TO INQ UIRE: If I have any questions about this study, I can write Patrick C . Frim an, Youth Care
Building. Boys' Town, NE 68010, or call him at (402) 498-3353.
RESEA RCH STANDARDS: All o f the information concerning my participation in this study will be kept in a
locked filing cabinet and the research team will be the only persons with access to this information. If this information is
presented, my name and any other identifying information will be excluded.
A U TH O RIZA TIO N : I have read this form and the possible risks and benefits have been explained to me. I agree to
participate in this study. I have been given a copy o f this consent form.

Participant's Signature

Date

IN V ESTIG A T O R 'S ASSURANCE
T he person whose name appears below is responsible for carrying out this research program . H e will assure that all
questions about this research program are answered to the best o f their ability. He will assure that you are informed o f any
changes in the procedures or the risk and benefits if any should occur during or after the study. H e will assure that all
information remains confidential.
Patrick C . Friman. PhD

Principal Investigator
If the researchers do something different from what they told you they would do, or i f they ignore reasonable
requests for information, or if you are injured while participating in the research project, please contact the chairperson o f the
Human Rights Review Committee, Boys' Town National Research Hospital, 555 N. 30lh St. O m aha. NE. 68131,(402) 4986325.
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Teacher Background Information Form
D i r e c t i o n s Please provide the following information about
yourself. Your responses will be coded and used to
summarize participant characteristics.
This information,
as well as other data you provide during the research
project, will be confidential.
Case Number:
Sex:

__________

Male

Female_________

Highest degree earned:__ ____________________________________
Type of teacher certification:

____________________________

Number of years employed as a teacher:
Grade levels taught:

____________________

_______________________________________
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Behavioral Definitions for Fred
(Adapted from Guevremont & Foster, 1993)

I.

No Interaction
No verbal or nonverbal contact with another student
throughout the interval. This category is coded
whenever child is (a) working without attempting an
interaction, (b) reading aloud without making eye
contact with work mates, or (c) engaged in isolated
off-task or inappropriate behavior such as staring out
the window.
Includes isolating oneself from contact
with another by moving from activity or covering head.

II.

Negative Peer Interaction
This category represents a single occurrence of one of
the following during any part of the interval: (a) a
negative statement toward peer such as "no," "shut
up," or "I'm not telling you";
(b) neutral-content
statements that are emitted with a negative tone, such
as yelling the answer to another person or using a
whining voice iLQIlfi; (c) inappropriate nonverbal
communicative gesture such as sticking out tongue,
making faces,- (d) physically isolating self from group
by covering head with arms or turning away,- (e) any
inappropriate touching or hitting,- or (f) smiling or
laughing at peer in the context of inappropriate
behavior, such as teasing or disruptive acts.

III. Fosihive Peer Interaction
This category represents a single occurrence of any of
the following during any part of the interval: (a) a
neutral statement toward peer such as "yes," "The
answer is seven",- (b) reading aloud to the peer while
making intermittent eye contact; (c) a positive
statement toward peer such as "good job" or "you are
right about that"; (d) appropriate nonverbal
communicative gesture such as thumbs up, smiling, or
laughing, if these occur in the context of appropriate
peer behavior.
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Teacher Target Behavior Codes
(Adapted from Madsen, Becker & Thomas, 1968)
I.

Teacher Attention-Positive (T+)
Contact. Positive physical contact such as embracing,
patting, holding arm or hand, sitting on lap.
Praise. Verbal comments indicating approval,
commendation or achievement. Examples: "That's good
.. . you are doing right ... you are studying well ...
I like you ... thank you."
Facial attention. Smiling at the child.

II.

Teacher Attention-Negative (T-)
Holding the child. Forcibly holding the child,
putting child out in the hall, grabbing, hitting,
shaking the child.
Criticism. Critical comments of high or low
intensity, yelling, scolding, raising voice.
Examples: "That's wrong? ... don't do that ... stop
talking ... you are wasting your time ... don't laugh
... you know what you are supposed to d o ."
Threats. Consequences mentioned by the teacher.
If
_______ then __________ comments.
Facial attention. Frowning or grimacing at the child.

III. Neutral Teacher Attention (T)
Academic Recognition. Calling on child for answer or
comment.
Academic Inquiry. A instructional question or comment
is made.
Examples include "Did you bring your note
back? ... Hand me your work ... Turn in your test."
Nonacademic Inquiry. A general question or comment is
directed toward the student.
Examples include "Have
you seen my chalk? ... Hand me that pencil ... Are you
present?"
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INTERVENTIO N RATING PRO FILE-15

Case N um ber:.

D a te:.

The purpose o f this questionnaire is to obtain information about your reaction to the classroom intervention developed during
your meeting with the consultant. Please circle the num ber ( 1 - 6 ) which best describes your agreement o r disagreement with
each the following statements about the intervention developed for the referred child.
I.

This is an acceptable intervention for the child's problem behavior.
Strongly D isagree
1
2
3
4
5

Strongly A gree

2.

Most teachers would find this intervention appropriate for other behavior problems as well as the one identified.
Strongly D isagree
1
2
3
4
5
6
Strongly A gree

3.

This intervention should prove effective in changing the child's problem behavior.
Strongly D isagree
1
2
3
4
5
6

Strongly A gree

I would suggest the use o f this intervention to other teachers.
Strongly D isagree
1
2
3
4

Strongly A gree

4.

5

6

5.

The child's behavior problem is severe enough to warrant the use o f this intervention.
Strongly D isagree
1
2
3
4
5
6
Strongly A gree

6.

Most teachers would find this intervention suitable for the behavior problem identified.
Strongly D isagree
1
2
3
4
5
6
Strongly A gree

7.

I would be willing to use this intervention in the classroom setting.
Strongly D isagree
1
2
3
4
5

6

Strongly A gree

This intervention would no t result in negative side-effects for the child.
Strongly D isagree
1
2
3
4
5

6

Strongly A gree

This intervention would be appropriate for a variety o f children.
Strongly D isagree
1
2
3
4

6

Strongly A gree

This intervention is consistent with those I have used in classroom settings.
Strongly D isagree
1
2
3
4
5

6

Strongly A gree

The intervention is a fair way to handle the child's problem behavior.
Strongly D isagree
1
2
3
4
5

6

Strongly A gree

This intervention is reasonable for the behavior problem identified.
Strongly D isagree
1
2
3
4
5

6

Strongly A gree

I like the procedures used in this intervention.
Strongly D isagree
1
2
3

6

Strongly A gree

This intervention is a good way to handle this child's behavior problem.
Strongly D isagree
1
2
3
4
5

6

Strongly A gree

Overall, this intervention would be beneficial for the child.
Strongly D isagree
1
2
3
4

6

Strongly A gree

8.

9.

10.

11.

12.

13.

14.

15.

4

5

5

5

(Martens, Witt, Elliott, & Darveaux, 1985)
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Teacher Satisfaction Questionnaire
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TEACHER SATISFACTION QUESTIONNAIRE

Case Number:________

D ate:.

Directions: The purpose of this questionnaire is to obtain feedback concerning your overall satisfaction
with the consultation process. Please read the following questions and answer each carefully by selecting
the option ( 1 - 5 ) which best represents your judgment.

1.

This intervention was a good way to approach the child's behavior problem.

Strongly Disagree
2.

1

2

3

4

5

Strongly Agree

1

2

3

4

5

Strongly Agree

1

2

3

4

5

Strongly Agree

1

2

3

5

Strongly Agree

5

Strongly Agree

4

1

2

3

4

This child's behavior problem is too severe to be handled by interventions in the regular
classroom.

Strongly Disagree
8.

Strongly Agree

The consultation process was noi a valuable use of my time.

Strongly Disagree
7.

5

I would be willing to consult with this person in the future.

Strongly Disagree
6.

4

I am satisfied with the changes in the child's behavior.

Strongly Disagree
5.

3

During the meetings, the consultant did not offer useful information.

Strongly Disagree
4.

2

This intervention improved the child’s behavior to the point that is not noticeably different from
other classmate's behavior.

Strongly Disagree
3.

1

1

2

3

4

5

Strongly Agree

5

Strongly Agree

Overall, I am very satisfied with the consultation process.

Strongly Disagree

1

2

3

4

(Wickstrom, 1995)
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Positive Consequence Schedule
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POSITIVE CONSEQUENCE SCHEDULE
CHILD 1S NAME:

____________________________

DATE:
Percentage of On-Task:

CODE:_______
%

Examples:____________________________________

Percentage of 2-min intervals containing Contingent
Reinforcement for On-Task

_______ %
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Problem Identification Interview (PII) Checklist

Case Number:

________________________

1.

____ Purpose of meeting defined

2.

____ Target behavior(s) specified in observable terms

3.

____ One target behavior identified for intervention

4.

____ Skills versus performance deficit

5.

____ Level of incidence of target behavior
frequency

6.

_____

intensity

_____

duration

____ Conditions associated with target behavior
antecedent

_____

consequent

_____ sequential

7.

____ Discipline strategy used for target behavior

8.

____ Previous classroom interventions discussed

9.

____ Baseline collection procedures developed

10.

____ Observation day and time arranged

11.

____ Next meeting scheduled
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Problem Analysis Interview Checklist
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Problem Analysis Interview (PAX) Checklist

Case Number:

______________________

1.

____ Purpose of meeting defined

2.

____ Baseline data discussed

3.

____ Observational data discussed

4.

____ Discrepancy between existing & desired student
performance

5.

____ Presence of conditions associated with baseline
antecedent
consequent
sequential

6.

____ Intervention plan developed

7.

____ Observation day and time arranged
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Problem Evaluation Interview Checklist
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Problem Evaluation Interview (PEI) Checklist

Case Number:

________________________

1.___ ____ Purpose of meeting defined
2.

____ Were goals of intervention met?

3.

____ Evaluate plan effectiveness

4.

____ Discuss continuation or modification of plan

5.

____ Observation day and time arranged

6.___ ____ Next meeting scheduled (if necessary)

R ep ro d u ced with p erm ission o f th e copyright ow ner. Further reproduction prohibited w ithout perm ission.

Vita
Kevin Michael Jones is originally from Shreveport,
Louisiana.

He received a Bachelor of Science degree in

Psychology from Louisiana State University - Shreveport in
1986.

He entered the doctoral program in School Psychology

at LSU in 1991 and received a Master of Arts degree in
1994.

Kevin recently completed a pre-doctoral internship

at Father Flanagan's Boys Home in Boys Town, Nebraska.
Kevin's research interests include school-based
behavioral consultation and treatment integrity.

His

educational experiences include working as a research and
teaching assistant in psychology, writing and participating
in grants at the state level, working as an editorial
assistant for School Psychology Quarterly, and employment
as a school psychologist in the public schools.

Kevin is

presently employed as an assistant professor in the
Department of Psychology at Eastern Illinois University in
Charleston.

101

R ep ro d u ced with p erm ission o f the copyright ow ner. Further reproduction prohibited w ithout p erm ission.

DOCTORAL EXAMINATION AND DISSERTATION REPORT

Candidate:
Major Field:

Kevin Michael Jones
Psychology

Title of Dissertation:

The Effects of Performance Feedback on
Treatment Integrity in School-Based Consultation

Approved:

—

Cz.

____

/tajor Professor and chaiftuin

Graduate School

EXAMINING COMMITTEE:

V. toSti

Date of Bxatni nation:
10 / 29/96

R ep ro d u ced with p erm ission o f th e copyright ow ner. Further reproduction prohibited w ithout perm ission.

